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Anti-racism education is a crucial form of pedagogy that is not commonly implemented or 
researched in school settings (National Center for Education Statistics [NCES], 1995). This 
form of education allows students to not only have a more comprehensive understanding of 
racial relations in the United States, but it creates a pathway of success for Black students who 
are typically expected to learn from a White, Eurocentric curriculum (Au, 2009). The goal of 
the current study was to explore the impact of anti-racism education on children in middle 
childhood as well as to investigate best practices in the field. Three themes emerged from this 
study that included discipline & teacher-student relationships, examination and consideration 
of the ethnoracial backgrounds of Black students, and general strategies of anti-racism teaching 
approaches. From this, it is the hope that policies will be created to fill the gaps in the current 
anti-racism educational curriculum. The findings provided important implications for 
educators and school districts who wish to implement anti-racism education into their 
classrooms. It is hoped that this study brings about discussions about next steps needed in 
policy, practice, and research to ensure that anti-racism education is implemented into every 
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CHAPTER 1: INTRODUCTION 
In the spring of 2020, the COVID-19 virus was one of two epidemics barreling through 
the United States. After the video of police stepping on George Floyd’s neck for 8 minutes and 
46 seconds went viral in May, one of the largest contemporary Civil Rights movements started. 
The Black Lives Matter (BLM) movement tore across the country and exposed the systemic 
racism that is present in American society. White Americans were shocked with how little they 
knew about race and racism in America - they started buying out bookstores of their books on 
race and racial inequity and watched movies on Netflix that highlighted the country’s racial 
history (VenDenburgh, 2020). From this, a hefty question arose: How is American education 
failing its children concerning the country’s true racial history? And, with this, how do we 
make our children anti-racist instead of simply not racist? 
Education has attempted to be “inclusive” since the movement for “culturally relevant 
teaching” started by Dr. Gloria Ladson-Billings in the early 1990s (Ladson-Billings, 1995). 
This movement has since advanced into multiple types of slightly different curriculums, 
including “racial equity education,” “non-racist teaching,” and “culturally responsive 
pedagogy” (Ladson-Billings, 1995; King & Chandler, 2016) Though all of these methods of 
teaching have the goal of making education accessible to all, the current anti-racism education 
movement focuses itself on encompassing all the ideals of past movements while additionally 
teaching students how to actively be anti-racist (Au, 2009; Kendi, 2019). Made popular by 
renowned author Ibram X. Kendi (2019), “anti-racism” is defined as “supporting an antiracist 
policy through...actions or  
 2 
expressing an antiracist idea” (Kendi, 2019, p. 18). Anti-racism is about one actively 
attempting to be anti-racist rather than simply saying that they are not racist while refusing to 
fight racist policies and systems. 
 Currently, there is no federal mandate to implement any form of anti-racism education 
- in fact, it is typically on local and state policymakers to decide what goes into an educational 
curriculum (National Center for Education Statistics [NCES], 1995; Schroeder, 2011). The 
most recent development has been that of President Donald Trump’s administration outwardly 
opposing anti-racism education and considering it “unAmerican” (Clifton, 2020). However, 
many schools have sought to implement their own forms of anti-racism educational curriculum 
regardless (Albemarle County Public Schools, 2019; Cincinnati Public Schools, 2020). Prior 
to the BLM movement, the New York Times published “The 1619 Project,” which they 
defined as “an ongoing initiative from The New York Times Magazine that began in August 
2019, the 400th anniversary of the beginning of American slavery….[which] aims to reframe 
the country’s history by placing the consequences of slavery and the contributions of black 
Americans at the very center of our national narrative” (Silverstein, 2019). The 1619 Project, 
though controversial particularly among conservative politicians, encouraged anti-racism 
education in schools and provided resources for teachers so that they could teach American 
history in an anti-racism curriculum (Pulitzer Center, 2019).  
Though anti-racism education is a fairly new term, studies have been conducted that 
look at the results of Black individuals living and participating in a systemically racist country. 
Psychological trauma, ignorance and inherent racism on the part of the White individual, and 
academic challenges and perceptions of inferiority are rampant among the Black community, 
especially among its students (Liu et al., 2019; McGee & Stovall, 2014; Howard, 2003). 
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Though perhaps not possible to change the entire system overnight, educators who actively 
work to make their curriculum and teaching strategies anti-racist create a more inclusive and 
enriching environment for their students (Epstein et al., 2011). In turn, this fosters a sense of 
self-efficacy in Black students and empowers them to see themselves as main characters in 
American history as well as actors of change (Epstein et al., 2011). 
Due to current societal events, anti-racism education has reached its peak popularity. 
However, because of this newfound fame, there has not been much research performed on the 
subject specifically or on its effects on students (Kishimoto, 2016). Additionally, there are few 
studies observing how implementation of this education impacts the lives and outcomes of 
Black students - most studies tend to focus on how lack of anti-racism education is putting 
Black students at a deficit. 
Theoretical Framework 
The theoretical framework that I will be applying to my analysis of the role of race and 
racism in this literature review is Critical Race Theory (CRT). CRT was originally created as 
a way to study racism in law. Over time, CRT has developed and advanced with the end goal 
being the elimination of racism in law and society (Matsuda, 1991). All of the tenets in CRT 
exhibit that race is a construct created in order to promote power of certain groups, which is 
also present in typical Eurocentric education. Matsuda outlines how CRT’s foundation is built 
on the following six principles on race and society: 
1. CRT recognizes that racism is ordinary in American society and woven into the 
American way of life. 
2. CRT expresses skepticism toward dominant legal claims of neutrality, objectivity, 
colorblindness, and meritocracy. 
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3. CRT challenges that a contextual and historical view of racism’s impact on the law 
must be analyzed if one is to understand how, currently, certain racial groups are 
advantaged or disadvantaged. 
4. CRT insists on recognition of the experiential knowledge of people of color and their 
communities of origin in analyzing law and society. 
5. CRT is interdisciplinary. 
6. CRT argues that eliminating racial oppression is part of the overall goal of ending all 
forms of oppression. 
 Importance in changing educational implementations of anti-racism education cannot 
be understood fully without being woven into CRT. One of the earliest researchers who 
suggested the importance of implementing anti-racism education into schools was Gloria 
Ladson-Billings (1995). She exhibits the existence of CRT’s relationship to education in five 
core areas: curriculum, instruction, assessment, school funding, and desegregation (Ladson-
Billings, 1995). Current educational curriculum forms itself around a heteronormative, 
Eurocentric, White point of view. Rarely are alternative accounts and perspectives from other 
racial groups offered, and from this the curriculum is considered “race neutral” when it is 
instead race erasure (Ladson-Billings, 1995). Current instruction also stems from this 
Eurocentric model. Educators tend to assume that Black students are academically deficient 
when a curriculum that was made for their White peers does not work for them. Additionally, 
assessment has also been Eurocentric and targeted towards assessing White students, not Black 
students or students of other racial/ethnic backgrounds (Schroeder, 2011). Because of this, 
White students tend to have better achievement outcomes than Black students, and the 
consistent negative stereotyping by educators leads to a lack of motivation for the Black child 
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(Ladson-Billings, 1995). School funding is also a direct exhibit of systemic racism affecting 
schools, catalyzing “a cycle of low educational achievement, underemployment and 
unemployment, and standard housing” (Ladson-Billings, 1995). Disparities in school funding 
are prevalent, with predominantly White schools spending $6,000 more per pupil in locations 
such as New York City, $4,000 more in Chicago areas, and $4,200 more in New Jersey than 
on predominantly Black schools (Ladson-Billings, 1995). Finally, the issue of desegregation 
itself supports why anti-racism education is needed in schools. Even after desegregation, it is 
clear that Black students are treated worse by the system than their White peers, whether it be 
concerning achievements, punishments, or opportunities for involvement in extracurriculars. 
While it is easier to assume that White children are simply “smarter,” it is clear that systemic 
racism perpetuated far past desegregation, and these facts need to be taught in schools (Ladson-
Billings, 1995).  
White, Eurocentric education is the antithesis of CRT and its goal –  it hardly 
acknowledges the severity of racism present in the history of the United States, its stories are 
told from the viewpoint of the dominant group in order to further their interests, the history of 
racialization of groups other than Black Americans is omitted, and it does not provide varying 
voices and stories of individuals of color. In order to improve educational policy on anti-racism 
education, we must look at CRT to see in which direction we need to redirect our current 
teaching strategies (Ladson-Billings, 1998).  
By applying the theoretical framework of CRT, my study engages with and contributes 
to the growing body of critical race research. This critical research is broad but shares a 
common purpose of challenging traditional liberal notions of progress and colorblindness. This 
idea of progress is manifested mainly in the idea that the nation is inexorably moving toward 
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a just and post-racial society (Haney-Lopez, 2007). Situating the review theoretically within 
the broad body of work in CRT and anti-racism education provides new information for other 
researchers interested in the related questions. Hence, this study provides a comprehensive 
review of the empirical evidence on antiracist pedagogy from a critical race perspective and 
the emerging alternatives to anti-racism pedagogy policies and practices. This review is guided 
by the following research questions:  
1. How does schoolteacher-led, anti-racism pedagogy interventions from a CRT lens 
eliminate racial oppression as part of the overall goal of ending all forms of oppression 
for Black students from middle childhood? 
2. How does schoolteacher-led, anti-racism pedagogy interventions from a CRT lens 
recognize the experiential knowledge of Black students from middle childhood? 
3. How does schoolteacher-led, anti-racism pedagogy interventions from a CRT lens 
challenge contextual and historical views of racism for Black students in middle 
childhood?  
4.  What emerging laws impact how we understand schoolteacher-led, anti-racism 









CHAPTER 2: OVERVIEW OF RELEVANT LAWS 
The 1947 Mendez v. Westminster Ruling 
 California has historically legally barred Native American and Asian students from 
attending schools with their White counterparts. Section 8003 of the California Education Code 
specifically stated, up until 1945, that the aforementioned races and ethnicities were to attend 
separate schools (Wollenberg, 1974). However, the population of children of Mexican descent 
was growing at this time due to many Mexicans migrating to California for unskilled work in 
the first half of this century. Though they were not specifically mentioned in Section 8003, 
they were still forced to go to separate Mexican-American schools so as not to “poison” the 
White community with their “amoral” behaviors (Wollenberg, 1974). The “Americanization” 
education of these children included attempting to assimilate them into American life and 
values while discouraging bilingualism (Wollenberg, 1974). The Mexican-American children 
at these schools were considered unintelligent due to their low I.Q. scores that resulted from 
taking tests created for White students and considered “dull, stupid, and phlegmatic” when in 
class with other White students (Wollenberg, 1974). This was one of the first instances that 
exhibited how, when curriculum is built around a Eurocentric, White point of view, it is not 
accessible for many other children.  
In 1945, Gonzalo Mendez, a California man who had lived in the state since he was 6, 
tried to enroll his children at the local school. His children were rejected due to their dark skin 
and Mexican sounding last name (Aguirre, 2005). They were told to go to the Mexican school  
down the street, even though they had been born in the United States and spoke fluent English. 
 8 
Mendez’s anger with the decision led him to investigate the state Education Code, where he 
realized that Mexican American children were not required to go to separate schools like some 
other races and ethnicities. Mendez took his case to the Federal District Court, where they ruled 
that segregation of Mexican-American children was deemed unconstitutional. The ruling was 
based on the fact that researchers had testified how separating Mexican American children 
from White children would put them in a place of inferiority, and that this separation was 
violating the due process and equal protection clauses of the Fourteenth Amendment (Mendez 
v. Westminster, 1946). 
The 1954 Brown v. Board of Education of Topeka, Kansas Ruling 
 Perhaps the most famous desegregation case in the United States, Brown v. Board of 
Education of Topeka, Kansas resulted in a unanimous ruling that separate schools for White 
and Black children were inherently unequal (Brown v. Board of Educ., 1954). This case 
consisted of four class action suits concerning Black students who were denied admission to 
schools that had White children (Russo, 1994). At that time, segregation was lawful due to the 
Supreme Court ruling in Plessy v. Ferguson (1896), where separate school facilities were said 
to be equal. Brown v. Board of Education was also where the Court noted, for the first time, 
that education is a function of “state and local governments” (Brown v. Board of Educ., 1954).  
Civil Rights Act of 1964 
Though not the first Civil Rights Act in the United States, the Civil Rights Act of 1964 
had the largest impact on Black Americans up to that point in history (Nyagoni, 2014). The 
previous Acts all endorsed fair and equal treatment of Americans of all races, however, they 
had either been too controversial to pass in federal legislature or inconsistently enforced 
(Nyagoni, 2014). Many weak versions of these Civil Rights Acts passed, resulting in lax 
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punishment for violations of the Act and extreme amounts of loopholes created so that the Acts 
had little to no power (Nyagoni, 2014). In 1960, President John F. Kennedy recognized that 
previous Civil Rights Acts were not effective and created plans to enforce a stronger, more 
efficacious Civil Rights Act (Nyagoni, 2014). Though President John F. Kennedy was 
assassinated before he could propose this new version, the next president, President Lyndon 
B. Johnson, picked up where President Kennedy had left off. In turn, he passed the Civil Rights 
Act of 1964, which enforced the following tenets: 
1. Prohibits discrimination on the basis of race, color, religion, or national origin in 
public spaces, including employment (Nyagoni, 2014; Roehling & Posthuma, 2017). 
2. Mandates the creation of the Equal Employment Opportunity Commission (EEOC), 
which is to uphold anti-discrimination in employment. Examples of this include discrimination 
in “hiring, promotion, training, compensation, disciplinary actions, discharging of employees, 
and other actions pertaining to the ‘terms conditions, or privileges of employment’ as set forth 
in the act” (Roehling & Posthuma, 2017). 
3. Mandates that federal funding would not be given to segregated schools (Nyagoni, 
2014). 
4. Requires that any company seeking federal business must have a pro-civil rights 
policy (Nyagoni, 2014). 
Current Anti-Racism Education Policies 
 Though there is currently no federal anti-racism educational policy, many school 
districts have recognized the importance of anti-racism education and have attempted to 
implement their own policies. The following policies, though not the only ones, are the most 
notable and relevant to anti-racism education specifically thus far. 
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Albemarle County Public Schools (VA) 
 In Virginia, Albemarle County Public Schools proposed a very similar anti-racism 
policy to the Cincinnati School District, whose anti-racism policy will also be discussed. 
Albemarle County recognized the fact that personal and institutional racism has existed and 
continues to persist in the county due to unacknowledged disparities and equity gaps 
(Albemarle County Public Schools, 2019). In their analysis of student achievement, Albemarle 
noted that there were “significant disparities in racial groups in student academic performance, 
achievement... participation in academic programs….disparities in graduation rates, gifted 
identification, course participation, special education identification, standardized test scores, 
suspension rates…[and] racial demographics of the students in the [district] and the staff the 
[district] hires” (Albemarle County Public Schools, 2019). 
 To promote this anti-racism in their schools, Albemarle’s school board proposed four 
major principles in their anti-racism policy (Albemarle County Public Schools, 2019). First, 
Albemarle states that the school community as a whole is responsible to address and eliminate 
circumstances that perpetuate racism (Albemarle County Public Schools, 2019). Second, the 
schools commit themselves to eliminating any of these inequitable circumstances and practices 
resulting from normative sociocultural forces and to foster the talent of each individual child 
(Albemarle County Public Schools, 2019). Third, they are committed to “respecting and 
championing” the backgrounds and experiences of all staff and students (Albemarle County 
Public Schools, 2019). Finally, they address that racism is “often compounded by other forms 
of discrimination” (Albemarle County Public Schools, 2019). 
 In order to achieve these principles and address systemic racism, the school committed 
itself to a few different actions. Among those most notable were the development and 
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conduction of a systemic Equity Needs Assessment. This assessment is used to evaluate current 
practices that contribute to widening gaps and inequities. In order to close the equity gap in 
higher level courses, such as AP and honors classes, the district mandates that school staff 
writing recommendations must let students and parents know the reason, and school counselors 
must attempt to educate those students who are historically at a disadvantage of accessing these 
courses (Albemarle County Public Schools, 2019). Additionally, supplementary coursework, 
such as tutoring and summer school, should be offered to children wanting to take these higher-
level courses if they need to get up to speed (Albemarle County Public Schools, 2019). The 
district will also offer restorative justice-based discipline rather than solely suspensions, 
expulsions, and detentions in order to close the inequitable discipline gap (Albemarle County 
Public Schools, 2019). Finally, the school is committed to screening materials for racial bias 
and offers a range of perspectives in their materials from marginalized groups. Teachers will 
also be trained to in order to administer anti-racism teaching (Albemarle County Public 
Schools, 2019). 
Cincinnati City School District (OH) 
 In July 2020, the Cincinnati Public Schools Board and the Cincinnati Public School 
District drafted a proposal to implement an anti-racism policy in their schools. Though there 
is not any information on the progress of this proposal at the time this literature review is being 
written, it is very similar to the policy that was proposed and is currently in place in Albemarle 
county (Cincinnati Public Schools, 2020). The district proposed this policy based on the 
following observations in their schools: 
 “there are significant disparities between racial groups in students’ academic 
performance, achievement and participation in academic programs. These include disparities 
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in discipline rates, economic advantages, Students with Disabilities identification, Advanced 
Placement, gifted and enrichment services, athletics, arts, and extracurricular activities...due to 
historical inequitable access to opportunities” (Cincinnati Public Schools, 2020, p.3). 
The principles in this policy were similar to those of Albemarle. The first principle of 
this policy was that the schools were to create a community that addresses and eliminates 
actions that perpetuate racism. The second principle was that the district would work to 
eliminate practices that perpetuated gaps and disparities between students. The third principle 
was that the district would “respect and champion” the diversity of their staff and students. The 
fourth principle was acknowledging that racism is “compounded by other forms of 
discrimination” (Cincinnati Public Schools, 2020, pp. 2-3). 
 To reach these goals, the district suggested implementing a few notable aspects of this 
policy, also very similar to those of Albemarle (Albemarle County Public Schools, 2019). First, 
they suggested creating an “Equity Needs Assessment” in order to discover what policies or 
practices are currently leading to disparities (Cincinnati Public Schools, 2020). In order to close 
the equity gap in advanced education, such as AP and honors courses, faculty are to provide a 
written explanation to the students and their families of why they believe that students should 
be placed in advanced classes. The students are also to be advised equitably by their school 
counselors on which classes to take (Cincinnati Public Schools, 2020). Additionally, summer 
courses and before/after school tutoring should be made available if students would like to 
access more advanced courses but need help getting to that academic level (Cincinnati, 2020). 
Second, the district suggests implementing restorative discipline processes rather than 
expulsions and suspensions to reduce racial disparity gaps, and they must report these racial 
discipline gaps at the end of the year (Cincinnati, 2020). Third, the curriculum offered has to 
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offer multiple diverse perspectives and points of view, in addition to being examined for racial 
bias. All staff will be trained in this anti-racism education policy (Cincinnati, 2020). 
Current Political Stances on Anti-Racism Education 
 As this meta-analysis is being written in the wake of the Black Lives Matter movement, 
it is of no surprise that anti-racism education in schools is a big topic of discussion. In most 
current news, conservative politicians, such as President Donald Trump, have called for a 
removal of anti-racism education in public schools. This call for removal is highlighted by the 
broad statement made from these conservative politicians that America is not systemically 
racist (U.S. Office of the Press Secretary, 2020). Much talk of this anti-racism education came 
about after the New York Times’ 2019  publication of “The 1619 Project,” which they defined 
as “an ongoing initiative from The New York Times Magazine that began in August 2019, the 
400th anniversary of the beginning of American slavery….[which] aims to reframe the 
country’s history by placing the consequences of slavery and the contributions of black 
Americans at the very center of our national narrative” (Silverstein, 2019). The 1619 Project 
has offered online resources and worksheets for classrooms, and it has been taught in 
classrooms nationwide ever since in an attempt to implement anti-racism curriculum (Riley, 
2020). 
Vice President Kamala Harris  
In August of 2019, quickly after the 1619 Project was published, then Democratic 
Senator Kamala Harris praised The Project, Tweeting, “The #1619Project is a powerful and 
necessary reckoning of our history. We cannot understand and address the problems of today 
without speaking truth about how we got here” (Harris, 2019). 
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Former President Donald Trump 
Former President Donald Trump’s current administration sees anti-racism education as 
“unAmerican” and “divisive,” making this clear in a directive issued by the Office of 
Management and Budget (Clifton, 2020). This directive stated that any schools who taught the 
New York Times Magazine’s 1619 Project, a series of writings and photos that attempt to 
reframe how Americans see our country’s long history with slavery and oppression of Black 
individuals, would get funding cut (Clifton, 2020). Additionally, departments were threatened 
to not use federal funds for “diversity training for executive branch staff that incorporate 
teachings about critical race theory and white privilege,” with the consequence of having 
funding cut (Clifton, 2020). According to Donald Trump’s administration, anti-racism 
education encourages divisiveness and resentment within schools and workplaces (Clifton, 
2020). After calling anti-racism education “child abuse” and “toxic propaganda,” the president 
claimed he was going to sign an executive order that would create “patriotic education” in 
schools (U.S. Office of the Press Secretary, 2020). This “patriotic education” did not have 
much of a definition other than President Trump claiming that it would teach youth “to love 
America with all of their heart and souls” (U.S. Office of the Press Secretary, 2020). 
Senator Ted Cruz (TX) 
In May of 2020, Republican Senator Ted Cruz also came at the New York Times’ 1619 
Project after it won the Pulitzer Prize. In a Tweet, the senator stated that the Pulitzer Prize 
“beclowns itself,” arguing that the 1619 Project was not journalism, but a reframing the history 




Former Secretary of State Mike Pompeo  
Also in July of 2020, former Secretary of State Mike Pompeo claimed that American 
life was “under attack” after there was a movement to remove statues across the country that 
were built in memoriam of racist individuals (Morello, 2020). He believed that the 1619 project 
pushed a false narrative that America was built on human bondage, in addition to promoting 



















CHAPTER 3: METHODS 
Search Strategy and Data Sources 
 This comprehensive review of literature includes published works between 1990 and 
2020 in order to include the “birth” of culturally sensitive education that was born in the early 
1990’s and heavily influenced current anti-racism education. As mentioned previously, Gloria 
Ladson-Billings was the first individual to dive into this realm (Ladson-Billings, 1995). To 
date, multiple studies have been performed on the different forms of this education, such as 
racially sensitive pedagogy and non-racist pedagogy (Bonilla-Silva 2010, King & Chandler 
2016). The positive results from these studies have encouraged educators and those making 
policies in school systems to attempt to reshape their curriculum in order to better serve their 
students of color (Albemarle County Public Schools, 2019; Cincinnati Public Schools, 2020). 
 Also mentioned previously, much of this push for an anti-racism curriculum in schools 
has been brought to the forefront as of recent. While current movements have encouraged many 
schools to implement anti-racism education, the current President Trump administration at this 
time of writing has attempted to pass regressive policies that strip schools of their ability to 
teach anti-racism pedagogy (Clifton, 2020). Though no laws have passed yet, President Donald 
Trump has made promises to attempt to pass an executive order to rid schools of anti-racism 
pedagogy and instead implement “patriotic education,” the antithesis of anti-racism pedagogy 
(U.S. Office of the Press Secretary, 2020). 
In the summer and fall of 2020, I searched two databases: PsycInfo and Google Scholar. 
I only looked at articles published between 1990 and 2020. For PsycInfo, the first set of search 
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terms were “anti-racism education” AND “African American students” OR “Black students” 
OR “non - racist teaching”. The terms surrounding anti-racism education were narrowed down 
to only include “anti-racism education” or “non-racist teaching,” rather than terms such as 
“culturally sensitive education” or “multicultural education” in order to fully focus on 
modernized efforts to integrate these specific types of education into classrooms. A second set 
of search terms added were “elementary school” OR “middle school” in order to attempt to 
only look at children in middle childhood. For my Google Scholar search, I entered “anti-
racism education or non-racist teaching and African American students or Black students 
middle childhood”. PsycInfo’s initial number of articles after a search were 192. Google 
Scholar’s initial number of articles were 766. In my initial search, this left me with a total of 
958 pieces of literature. To narrow down the search further, I only looked at journal articles, 
books, and eBooks. I excluded dissertations. These articles did not necessarily have to discuss 
the term “anti-racism education,” for this term is fairly new and there is a lack of research on 
the subject. Instead, I included articles that discussed the components of anti-racism education, 
even if they did not specifically name the term. 
Inclusion and Exclusion Criteria 
Inclusion Criteria  
For research to be included in this meta-analysis, all studies were required to meet the 
following criteria: 
a) be published between 1990 and 2020 
b) be written in English 
c) look at results of anti-racism education or of its components on Black students 
in middle childhood 
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Exclusion Criteria 
 In order to narrow down the search results to only the most generalizable and relevant 
studies, this study excludes articles if they meet the following criteria: 
a) they do not examine results of anti-racism education or its components on 
students 
b) they do not examine anti-racism or its components in an educational setting 
c) they examine anti-racism education in a developmental stage other than middle 
childhood 
d) literature was a dissertation 
 After this inclusion and exclusion of these specific materials, including excluding 
duplicate pieces of literature, I read 193 abstracts. From this abstract reading, I continued to 
apply the inclusion and exclusion criteria and was left with 39 articles. I reviewed these 39 
full-length articles, where I eliminated 5 after they did not meet the inclusion criteria. This left 
me with 34 articles. Though this literature was mostly qualitative and quantitative, there was a 
small amount that was mixed methods. I created separate Google Docs with preliminary 
themes of “effectiveness of teaching & elimination of racial oppression,” “oral history, 
storytelling from Black students,” “challenging contextual and historical views,” and 
“emerging laws”. From there, I broke down and altered these themes as I wrote and started to 
see new subthemes emerge. Adaptation of these themes as new literature emerged resulted in 
three main themes with three subthemes (See, Appendix). 
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      Figure 1: Literature Search Flow Chart (Adapted from Radhakrishnan et al., 2016) 
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Thematic analysis (Braun & Clarke, 2006) will be (was) used to analyze the data. The 
method for qualitative thematic analysis follows a set of six phases, to be used as a guideline as 
part of a recursive process (Braun & Clarke, 2006). The six phases are:  
1. Become familiar with the data. A feature of this phase of the data analysis was the repeated 
and active reading of the data, which includes searching for patterns and keeping notes for 
coding ideas. At this point some data extracts will be removed from further analysis for not 
relating to the research question (e.g. referencing anti-racism and not middle childhood) or 
for not being English language-based posts.  
2. Generating initial codes. This stage involved paying equal attention to all individuals sets 
of data and generating codes based on features of that piece of data. All the data collected 
was coded. Codes generated are not merely descriptors but also interpretations and 
inferences made from the data extraction. 
3. Searching for themes. This stage involves focusing the analysis at the broader theme level. 
This included overarching themes and subthemes within the data analysis. This stage 
involved frequently returning to the data extracts to observe if they were accurately 
represented by the themes and codes they had been assigned to. 
4. Reviewing themes. This stage involved frequently returning to the data extracts to observe 
if they were accurately represented by the themes and codes they had been assigned to. It 
also included examining weaker themes to determine if the data extracts supported the 
presence of that theme or if it could be combined with another existing theme or subtheme 
without losing accurate meaning or interpretation. At this point some of the weaker themes 
were combined, with one weaker theme remaining due to its pertinence to the research 
question. During this phrase the thematic map, data and codes were also reviewed by a 
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research supervisor as a secondary measure of the theme’s clarity and distinction and 
coherence of the data within a theme.  
5. Defining and naming themes. Once a process of review had been completed the final 
thematic map was produced. This stage involved refining and defining each of the themes 
to produce a clear understanding of what each theme is and what it is not. 
6. Producing the report. This stage involved writing a detailed description of each of the 


















CHAPTER 4: RESULTS 
 The qualitative analysis of the data resulted in 3 main themes, a) anti-racism teaching 
strategies, b) anti-racist relationships between students and teachers, and c) examination and 
consideration of ethnoracial backgrounds of Black students. From these main themes emerged 
3 subthemes, a) storytelling and representation, b) considering contextual backgrounds of 
students, and c) rejecting standardized testing. These themes make clear that the factors that 
make up anti-racism education are beneficial when implemented in school settings, however, 
a standardized anti-racism curriculum has yet to be implemented nationwide. 
General Strategies of Anti-Racism Teaching Approaches 
 Though few holistic anti-racism pedagogy models have been adopted into schools, 
many schools have implemented programs that highlight key components of anti-racism 
pedagogy. The most prominent programs exhibited in the literature have been the Dynamic 
Pedagogy model, Ethnomathematics, the Freirean-inspired approach, full-service community 
schools (FSCS), and the psychoeducational approach. The components that make up these 
models provide useful insight into various ways to successfully implement anti-racism 
education.
One of the most well-rounded models that has implemented key factors of anti-racism 
pedagogy is the Dynamic Pedagogy model. The Dynamic Pedagogy model “integrates 
curriculum, instruction, and assessment components in an effort to provide elementary students 
with mathematics experiences that, instead of emphasizing basic skills acquisition, focus on 
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students attaining computational fluency, procedural skill, conceptual understanding, and 
problem-solving skills” (Walker, 2009). When integration of this model was studied in third  
grade classrooms, Black students had significant positive differences in their test scores when 
compared to their peers in classrooms without a Dynamic Pedagogy model. However, teachers 
in this study did have varying results with the model, indicating varying levels of quality 
regarding implementation. A main factor in this implementation was the quality of the 
teacher’s interactions with their students, which is a key component of anti-racism pedagogy. 
These relationships involved the teacher accepting multiple ways for students to explain and 
learn concepts in their own words rather than memorizing a single definition. Additionally, 
teachers who succeeded with this model asked conceptual questions to their students rather 
than those asking for facts or repetition of information, allowing for flexibility in different 
ways of learning (Walker, 2009). 
 An early model of teaching race/ethnicity-conscious math classes was described as 
“ethnomathematics”. Ethnomathematics is a strategy that math teachers can use in order to 
integrate cultural contexts into mathematics (Presmeg, 1999). In this approach, the principles 
are that “1. Each student is considered to have a unique cultural heritage; each student has 
ethnicity, 2. Ethnicity is a mathematical resource; mathematics may have developed from 
associated cultural practices, and 3. Students can use their ethnicity in developing 
mathematical activities for sharing with peers” (Presmeg, 1999). This form of teaching also 
encourages students to see applications for mathematics outside of the classroom and relevance 
to their own lives. However, more research needs to be done on this approach and how to 
balance it with “academic mathematics,” or normative mathematical curriculum (Presmeg, 
1999, p. 47). 
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 Another notable method for anti-racism pedagogy that focuses mainly on success after 
K-12 schooling is the Freirean-inspired approach (Turner, 2020). This approach has been used 
in K-
8 settings and has a focus on college and career readiness for Black students. This approach 
focuses on four main principles: a) leveraging students’ community knowledge and career 
aspirations for literacy skill instruction, b) centering students’ racial literacies and conventional 
literacies within instruction, c) promote liberatory literacies through conventional, creative, 
and critical writing, and d) inspiring skill development, critique, and action through “problem-
posing” projects (Turner, 2020). This approach is a stark contrast to the commonly used 
“deficit view” of Black students and instead focuses on taking the experiential capital that these 
students already possess and using it in classroom pedagogy. This pedagogy also focuses on 
tapping into career aspirations and goals and creating a sense of self-efficacy in Black students 
in order to foster postsecondary success (Turner, 2020). 
 Another model that puts a large focus on contextual situations in a Black student’s life 
is full-service community schools (FSCS). FSCS models are designed particularly for public 
schools in urban areas (de Royston & Madkins, 2019). The purpose of this model is to help 
students positively develop through a culturally relevant education. This positive development 
includes ways to meet intellectual, social, emotional, and physical needs of these children. 
There is a focus on all areas of a child’s life that influences their wellbeing, including the 
neighborhoods and communities that they live in as well as socioeconomic status. The goals 
for schools with this program are to a) offer a coordinated and integrated system of academic 
and support services, b) become a safe and healthy center of the community, c) foster trusting, 
intentional relationships and partnerships, d) build the capacity of adults and students to share 
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responsibility for leadership and decision making, and e) tailor the specific approach and mix 
of services to each community through a process of understanding and addressing inequities. 
FSCS was shown to address systemic and symbolic inequalities in schooling, but in order for 
the program to be fully successful, the program and its goals must be more than just articulated. 
Emphasis must be put on sociopolitical clarity of teachers and administrators as well as the 
alignment of this clarity across different contexts, such as from the classroom to the school 
district (de Royston & Madkins, 2019). 
 Finally, though less of a specific teaching approach and more of a supplementary 
technique, is the psychoeducational approach. The psychoeducational approach focuses less 
on integration of anti-racism curriculum into the classroom and instead on providing a space 
for Black and White students to freely share their thoughts, feelings, and experiences related 
to race and racism (Candelario & Huber, 2002). The initial process for the approach was to 
follow a structured process for the group sessions, but eventually ended up not being necessary 
for the group discussion. The group would meet for 45 minutes during a class period once a 
week where questions would be asked by the administrators about a certain topic in order to 
start discussion (e.g. racial and ethnic identity, racism, stereotyping). They would also do 
activities such as creating an identity collage in order to express their racial and ethnic identity. 
The results for the White students and the Black students ended up being mixed. The Black 
students seemed to benefit from the group - they were consistently engaged and seemed to 
experience a sense of comfort in getting to share their stories and find solidarity with other 
Black classmates. The White students, however, did not appear to benefit from the experience. 
They struggled to engage in the group or identify with their racial and ethnic identities. They 
were unable to move past a “contact” stage of racial identity, in which White students have 
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contact with Black students daily but are unable to progress in discussions surrounding racial 
and ethnic identity. However, there was a limited amount of time to implement this program, 
so further longitudinal research needs to be conducted on this approach (Candelario & Huber, 
2002. 
Discipline and Teacher-Student Relationships 
Commonly, teachers tend to hold racial biases against Black students, and, whether 
conscious or unconscious, these biases are detrimental to academic achievement through low 
support and low expectations (St. Mary, Tejada, & Jenson, 2018). This issue does not just 
occur in White teachers - in fact, Black and Hispanic teachers can have lower expectations for 
minority groups than White teachers even as early as elementary school (Shepherd, 2011). In 
addition to there being a lack of support, many teachers expect Black students to have 
behavioral issues and disproportionately punish them, which can hinder the quality of their 
learning environment (Mendez et al., 2002; Villodas et al., 2019). A term coined the “Black-
escalation effect” describes how Black students who have multiple infractions are more likely 
to be harshly punished than their White peers with the same number of infractions (Okonofua 
& Eberhardt, 2015).  
A way to tackle the inequities of both frequency and intensity of punishments for Black 
children in middle childhood is to attempt to lower suspension rates, which disproportionately 
affect Black students (Hilberth & Slate, 2014; Mendez et al., 2002). School suspensions are 
correlated with either these students dropping out or transferring schools (Mendez et al., 2002). 
Effective strategies to lower these rates have been to use positive reinforcement, 
communicating acceptable behavior to students through school-wide social skills training, staff 
development and training in classroom management practices, involving parents in creating 
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discipline plans, creating strong relationships with parents, and treating all students with 
respect (Mendez et al., 2002). Another beneficial program used, termed the “Double Check” 
preventative initiative, is a “professional development and coaching model that builds on 
school-wide positive behavioral interventions and supports to help teachers 
enhance...culturally responsive practices” (Bradshaw et al., 2018, p. 119). The goal of this 
initiative was to lessen overrepresentation of Black students in disciplinary referrals and 
suspensions. To do this, the strategy was to increase teachers’ enthusiasm, caring, and 
willingness to help their students meet challenges while linking lesson plans to students’ 
cultural backgrounds. It was found that teachers appeared to be more culturally responsive 
after they were trained in this method and gave less office disciplinary referrals to Black 
students (Bradshaw et al., 2018). 
In areas such as special education, educator biases toward Black students are amplified, 
and most classrooms are not inclusive of Black students and their sociocultural backgrounds. 
This creates a barrier in educational as well as psychological and developmental growth for 
these students (Nelson, 2016; Ford, 1992). When teachers view Black students as bringing 
their own contextual knowledge to school, they can build on this knowledge in order to foster 
learning and create a sense of relevance for the student (Schroeder, 2011). Aiming to teach the 
“whole child” and including a child’s contextual, racial, and ethnic backgrounds has been 
shown to improve feelings of community and unity in anti-racism classrooms (Wiggan & 
Watson, 2016). In fact, one study showed that Black students emphasized the importance of 
teachers caring for them more than their teacher’s expertise in the subject matter (Ogbu, 2003). 
Building a positive relationship between Black students and their teachers also warrants 
investment and interest of the teacher in the student’s life both inside and outside of the 
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classroom. Additionally, Black students are more engaged with their academics and have an 
increased sense of self-efficacy when they have a good relationship with their teachers. 
Relationship building between teachers and their Black students not only benefits the student, 
but the teacher as well. Positive relationships with their Black students instill confidence in a 
teacher and their lesson plans (Nelson, 2016). 
Relationships between Black families and teachers have proven to be just as important 
to the academic development of Black children as the relationships between Black children 
and teachers. When Black families build relationships in the school community and have a 
trusting relationship with school staff, they are less likely to move from the area. This decreases 
school mobility, which can be disruptive to education of Black students, especially in the 
crucial developmental period of middle childhood (Fiel, Haskins, & Turley, 2013).   
Examination and Consideration of the Ethnoracial Backgrounds of Black Students 
Another prominent theme that arose from the literature was the examination and 
consideration of the ethnoracial backgrounds of Black students. This theme illustrates that, for 
anti-racism education to be successful, educators and schools systems must understand that a 
White, Eurocentric education (the normative curriculum in American classrooms) will not be 
beneficial to most Black students. Black students not only need to see themselves represented 
in their schooling, but the systemic barriers they deal with every day must also be taken into 
account. No Black student lives in the same world that a White student does, and curriculums 
must be adjusted accordingly. 
Storytelling and Representation 
 When the narratives of school pedagogy are White and Eurocentric, it is difficult for 
Black students to be able to retain or relate to the information (St. Mary et al., 2018). Though 
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many curriculums are built to be “culturally neutral” as to not favor a culture, they are 
unknowingly Eurocentric and mainstream due to being created by European, White Americans 
(Willis, 1995). However, when perspectives and experiences of Black individuals are shared, 
Black students note that class is more engaging because the history is culturally relevant (Ogbu, 
2003; St. Mary et al., 2018). Additionally, when Black students and their culture/ethnicity are 
represented in course materials, such as books, they are more likely to be engaged with these 
materials because they serve as a “window to the world around them” (Williams, 2010). 
Additionally, weaving cultural and racial background into classrooms can improve 
achievement for Black students due to their levels of familiarity with these relevant themes. It 
has been shown that Black students in middle childhood tend to perform worse on reading 
comprehension when the passages or sentences are not racially or culturally relevant 
(McCullough, 2013). When culturally relevant texts are used, scores improve, specifically for 
low and midrange achieving Black students (McCullough, 2013). When Black students are 
given the opportunity to engage with their cultural and historical backgrounds, they begin to 
feel a sense of identity and racial pride - something that is crucial in identity development in 
middle childhood (Candelario & Huber, 2002; Gray & Gordon, 2019). Integrating Black 
history into lesson plans can additionally lead to increased confidence in Black students in 
middle childhood (Wiggan & Watson, 2016). Engaging with these historical backgrounds 
includes more than teaching a few lessons about Black activists – this indicates that these 
historical figures solely exist in fleeting moments of resistance. It instead requires that Black 
students learn about the consistent struggle of Black Americans to gain liberation, justice, and 
equity. In order to fully teach a student about their racial history, they must learn about more 
figureheads than Martin Luther King, Jr. or Rosa Parks - emphasis on a few Black heroic 
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figures make Black students feel disconnected and that these figures are “inhuman”. Deemed 
the “illusion of inclusion,” it is not enough to simply include a few main Black figureheads in 
social studies classes for Black students in middle childhood (Heilig et al., 2012; Busey & 
Walker, 2017). 
 Another important factor in the “storytelling” component of both CRT and anti-racism 
education is an acknowledgement of how to address Black stories and history within the 
classroom. To teach these subjects in a way that does not silence or exploit the struggles of 
Black individuals, schools must allow Black individuals in a school community to make 
decisions on this curriculum (Bery, 2014). White teachers, in turn, must listen to these Black 
teachers, parents, administrators, and students and form the curriculum accordingly. Without 
this strategy, White teachers and White administrations consistently exploit Black historical 
struggles, even when this is not their goal (Bery, 2014).  
Considering Contextual Backgrounds of Black Students 
 A crucial component of anti-racism education has proven to be the understanding of 
the contextual background of Black students. This includes their cultural, social, 
environmental, and familial surroundings that can differ from those of their White peers. In 
one survey, over half of a sample of Black elementary and middle school students who lived 
in unsafe communities noted that anxieties surrounding their safety contributed to poor 
academic achievement (St. Mary, et al., 2018). With this, Black students experiencing systemic 
inequities have to carry this trauma into elementary or middle school, which puts them at a 
disadvantage before they even step into a classroom (Lofton & Davis, 2015). Additionally, the 
support for academic success in communities and the expectations stemming from this support 
or lack thereof can affect student motivation and academic performance (McGee & Pearman, 
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2014; St. Mary et al., 2018). Many predominantly Black communities are underfunded and in 
turn do not receive the same amount of resources as predominantly White communities (Lofton 
& Davis, 2015). “Teaching the whole child,” or taking every part of their lives into 
consideration in the classroom, is a potential remedy to these situations. It includes schools 
and teachers working with local communities to create support for a Black child’s academic 
success (Wiggan & Watson, 2016). However, achievement gaps that result from low family or 
community support for education are able to be closed through intervention in middle 
childhood (Beach et al., 2018).  
Additionally, teaching any subject, such as mathematics, woven into the current 
sociopolitical context allows for understanding and compassion for what Black students are 
experiencing in the world. It makes the course relevant and encourages the importance of 
“tapping into” student career aspirations and weaving these into lesson plans (Frank, 2018).  
Rejecting standardized testing 
 The rejection of standardized testing is crucial to an implementation of anti-racism 
education due to the White, Eurocentric lens that is used to create these tests and puts Black 
students at a disadvantage (Schroeder, 2011). It has been shown that standardized tests 
develop, over time, to only involve what dominant groups (in this case, White individuals) 
know and what subdominant (in this case, Black individuals) groups do not (Willie, 2001). 
This method of development allows for differentiation of groups, but puts subdominant groups 
at a disadvantage (Willie, 2001). Black students are far more likely to fail standardized tests 
than their White peers (Tavassolie & Winsler, 2019; Walker, 2009). These tests, when failed, 
can lead to retention of Black students in their respective grades, which results in future 
academic challenges (Tavassolie & Winsler, 2019). On another level, Black students can also 
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be held back from gifted education programs due to the standardized tests given to determine 
intelligence (Naglieri & Ford, 2015). The gifted program in one school was noted to be a “white 
pull out program” due to the disproportionate amount of White students placed in it (Schaeffer 
& Skinner, 2009). In fact, though Black students comprise 19% of the public school 
population, they only comprise 10% of gifted programs (Geissman et al., 2013; Naglieri & 
Ford, 2015). As a fix to this problem, research has suggested that nonverbal standardized 
testing, which does not require specific cultural knowledge or understanding of the English 
language, be used in conjunction with other culturally aware methods of measurement 
(Naglieri & Ford, 2015). 
In one study, traditional procedures of testing called MAT-SF (Matrix Analogies Test 
-Short Form) were compared to a new method, called PSA (Problem Solving Assessment) 
(Reid et al., 1999). Though MAT-SF is a nonverbal standardized testing measure, there were 
still disparities in placement outcomes. PSA aimed to lessen socioeconomic biases that were 
present in the MAT-SF, where almost 10 times as many White students were recommended 
for a gifted program than Black students (Reid et al., 1999). The PSA focused on having 
students solve open-ended, complex problems. With the PSA, only twice as many White 
students were recommended for a gifted program than Black students (Reid et al., 1999). This 
research is promising in showing the ability to offer alternative ways to show intelligence (Reid 
et al., 1999). 
More research and case studies must be done on testing measures for Black students, 
for testing measures should reflect the backgrounds and contexts of all students, not just those 
who are White. No literature in this study presented a case where the achievement gap was 
fully closed, so more investigation into this topic must be conducted.  
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CHAPTER 5: DISCUSSION 
 This systematic literature review identified the most current research in anti-racism 
educational pedagogy and its components being implemented into classrooms and schools. 
Though few schools have implemented a full anti-racism curriculum, many have implemented 
components of the term and found success. Two large findings emerged from this research 
when analyzed as a whole. The first main finding was that Black students in middle childhood 
succeed when they are given a sense of purpose in their classrooms, which indicates the need 
for curriculum to be culturally relevant for these students. The second main finding was the 
importance of connections between teachers, students, parents, and the surrounding 
community. This indicates a need for training, programs, and quality relationships to be built 
between these spheres in a Black student’s life. 
Giving Black Students Purpose in the Classroom  
The importance of making students feel like they matter and that they are valued within 
a classroom is crucial for all students, but even more so for Black students in middle childhood 
(Fiel et al., 2013). However, it is much harder for these Black students to engage with the 
materials when what they are learning has no relevance to them, or when they are having their 
learning consistently interrupted by unfair and unwarranted punishment. It was consistently 
exhibited through the literature that lack of cultural, ethnic, or racial representation in the 
classroom leads to Black students in middle childhood feeling bored and disengaging from the 
material (St. Mary et al., 2018). When Black students were given relevant projects  or
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assignments that involved exploring their culture, they were more engaged and connected to 
the work (Gray & Gordon, 2019). Additionally, the usage of standardized testing puts Black 
students at a disadvantage and has them consistently scoring lower than their White peers - 
another factor that can lead to disengagement in school (Tavassolie & Winsler, 2019; Walker, 
2009). Another consistently key finding in the literature was that Black students in middle 
childhood are punished at a higher rate and at harsher levels than any other ethnic or racial 
group (Mendez et al., 2002; Villodas et al., 2019). This finding exhibited the strained 
relationship Black students feel with school, for this increased level of discipline was linked to 
dropping out and/or transferring out of school at higher rates (Mendez et al., 2002). 
 The research showed that this strained relationship between Black students and the 
classroom were able to be ameliorated through integrating Black perspectives and history into 
everyday coursework - even in courses such as math (Presmeg, 1999). Through inclusion of 
cultural-informed pedagogy, Black students in middle childhood are not only engaged and feel 
they belong in a classroom, but their reading comprehension scores increase when culturally-
informed practices are introduced within the lesson (McCullough, 2013). Another way to 
address situations that lead Black children to have a lack of purpose in the classroom is to 
change the way standardized testing is created. The research shows that using nonverbal 
standardized testing while paired with other culturally competent measures allows for Black 
students to perform well without needing to necessarily understand a Eurocentric perspective 
or “proper” English language (Naglieri & Ford, 2019). Additionally, making problems open-
ended so that students have the option to express their knowledge in multiple ways through 
utilization of their cultural strengths allows for the omittance of one “standard” answer that is 
rooted in a Eurocentric, White perspective (Reid et al., 1999). 
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Importance of Connections between Teachers, Students, Parents, and the Community 
 The current research emphasizes the importance of not only the relationship between 
teachers and Black students, but between teachers, Black students, parents of Black students, 
and the communities they live in. Anti-racism education pervades beyond what happens in the 
classroom - it also emphasizes the relationships the school and teachers form with their Black 
students and the lives surrounding these students. To have their Black students succeed, 
teachers and schools must realize that these students come into school with a different type of 
stress than their White classmates. The stress that Black students bring stems from systemic 
racism that affects every part of their lives, and this stress must be taken into consideration 
when expectations are in play (Lofton & Davis, 2015). Just as important as the student-teacher 
relationship, however, is the parent-teacher relationship. Many parents of Black children are 
not trusting of the child’s teachers or school due to the systemic racism that the parents as well 
as their children have faced in these settings (Lofton & Davis, 2015). Parents of Black students 
who have a good relationship with the school and its teachers are less likely to move from the 
area and disrupt the child’s education, which is a considerable positive when looking at how 
much a Black child is already put at a disadvantage in their education (Fiel et al., 2013). Finally, 
neighborhood contexts can not only affect how Black children learn, but how this learning is 
supported or unsupported at home. Predominantly Black neighborhoods are consistently 
underfunded and do not provide as many structured educational opportunities (i.e., 
extracurriculars, community centers) (Lofton & Davis, 2015). The research shows that when 
schools connect with communities and families, there is potential for higher engagement in 
school that can enhance educational outcomes (Wiggan & Watson 2016). 
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Implications for Practice 
 As more anti-racism policies start to emerge, so does the question of how to make them 
most effective and successful. It has been shown that even when an anti-racism curriculum is 
given, what differentiates successful from non-successful programs is the implementation by 
teachers and the schools they work in. Most importantly, teachers themselves must be 
sociopolitically aware and familiarize themselves with the type of material they are teaching. 
From this, biases, whether implicit or not, can be reduced. This will lead to a reduction in unfair 
discipline of students and allow for teachers and their Black students to be able to better 
connect (de Royston & Madkins, 2019). Additionally, this allows teachers to start thinking 
critically about how to implement anti-racism strategies into their classrooms and lesson plans. 
However, broader structural support is required, as the responsibility should not fall solely on 
under resourced teachers. Professional development classes are one solution to this issue - 
these classes could be mandatory and teachers would still get paid, but they would be able to 
learn of the sociopolitical context that their students are in. Without this background, it is 
difficult to fully implement a successful anti-racism program, as shown in de Royston & 
Madkins’ (2019) study on full-service community schools. It was exhibited in this study how 
the same curriculum can be implemented across a school system, but it is what the teacher does 
with the curriculum that affects students the most (de Royston & Madkins, 2019). 
Implications for Policy 
 Currently, there is no common core curriculum for anti-racism education in the United 
States. As mentioned at the beginning of this paper, many schools have attempted to implement 
anti-racism education policies, but these policies have not been in place long enough for 
significant data trends and effects to be collected. For anti-racism policy to be effective, there 
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must be coherence between local, state, and federal school guidelines during implementation. 
Unfortunately, with the need to cover state curriculum and to prepare the students for 
standardized testing, many teachers felt that even when they tried to implement anti-racism 
education in their classrooms, they were not given ample time to do so (Schaeffer & Skinner, 
2009). This is the vicious cycle of standardized, common core curriculums - Black students 
will continue to underperform on standardized tests and in class in general due to 
disengagement and lack of racial representation, and educators do not have the time or power 
to change it. Though teachers understanding the sociopolitical contexts of their students is 
absolutely necessary and should be emphasized during professional development workshops, 
there must be a standard policy implemented that includes all of the elements of anti-racism 
education merged together. Standard policies, when complimented with training of teachers, 
can provide guidelines for curriculum and how to best adapt this anti-racism curriculum to 
their own students and classrooms. Additionally, anti-racism discipline policies must be 
implemented to supplement anti-racism curriculum and teacher training. The United States 
does not typically implement nation-wide school policies, as school curriculum decisions are 
typically up to the state, not the federal government (National Center for Education Statistics 
[NCES], 1995; Schroeder, 2011). However, states who wish to partake in anti-racism 
educational policies should communicate and decide what and how these policies will be 
implemented. Without a standard curriculum, there can also be no funding, which can cause 
barriers to making this type of education a reality for schools.  
Implications for Research 
 Currently, no studies found in this project focus on analyzing the implementation and 
efficacy of holistic anti-racism education programming in schools. From this review, themes 
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of anti-racism education emerged that can be used in future studies. Examples of this could be 
interviews with students to gain a deeper understanding of what cultural tools they utilize in 
order to navigate educational spaces that are not welcoming or hostile. These interviews would 
help teachers understand what best practices to use when developing curriculum. Additionally, 
the information gained from the qualitative research and case studies should be put into pilot 
studies in order for effects of these studies to be analyzed. Further, more research must be 
conducted on the different ways that anti-racism pedagogy is implemented. As stated, the ways 
that specific teachers implement this type of teaching is sometimes more important than the 
characteristics of the curriculum itself. Every Black child is different, and every child’s 
cultural/racial context and background must be taken into consideration when planning 
curriculum. Only one study found in the literature looked at how individual teachers 
implemented their anti-racism educational curriculums, and they were able to see effects on 
outcomes of the individual classrooms (See, de Royston & Madkins, 2019). These effects 
could be crucial to the understanding of anti-racism education and of the best ways to 
implement it. 
Limitations of this Review 
Due to limited research on anti-racism education, only a handful of studies focused on 
anti-racism education as a whole, which was a limitation. I also only included studies that 
ranged from 1990-2020, and this may have excluded studies that could have helped clarify or 
exhibit other emerging themes as well as exhibit multiple generations of Black students and 
longitudinal data. Many of these studies that examined specific practices of anti-racism 
education (e.g., FSCS, Ethnomathematics) were case studies that only focused on results of 
the one school included in their study. Therefore, some of these practices may not be 
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generalizable across the United States. With this, available studies typically had small sample 
sizes and were regionally based. This review was exploratory in nature, which limited my 
inclusion of quantitative studies that reported on effects. Most of these qualitative studies were 
exploratory in nature which limits our results.  
Conclusion 
From the data collected, it is shown that a standard anti-racism educational curriculum 
is desperately needed in public schools nationwide for healthy racial identity development of 
Black youth. The current literature exhibits that the crucial components to implementing an 
anti-racism education are (a) giving Black students purpose in the classroom, and (b) building 
connections between Black students and their parents, teachers, and communities. These broad 
themes, when broken down, have the potential to help change the way pedagogy is delivered 
in the classroom in order to reduce inequities in schools. These inequities include standardized 
testing, racial biases, underrepresentation of Black students, and more. All of the strategies and 
best practices presented in this study allow for an education that promotes the success of Black 
students in an American school system that was not built for students of color. With 
coordination across schools, district, and state curriculums, the integration of anti-racism 
education will benefit both Black students in middle childhood and society as a whole. Policies 
that require a standard integration of anti-racism education into every subject or require that 
every teacher go through anti-racism training are needed as a standard in curriculum across the 
United States. With widespread acceptance of anti-racism education will come more 
understanding, not only from Black students, but from White students as well. Anti-racism 
education has the power to change the way multiple generations think about racism and the 
way that society views systemic racism as a whole. If Black lives are ever to matter and racial 
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tensions are ever to die down in the United States, the equitable education of Black children is 























APPENDIX: OVERVIEW OF INCLUDED LITERATURE 
 
Type of Study Study Age/grade range Main theme 
Quantitative Fiel et al., 2013 Grades 1-3 Discipline & Teacher-Student Relationships 
Quantitative Beach et al., 2019 Grades 2-3 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative St. Mary et al., 2018 Grades 4-8 Discipline & Teacher-Student 
Relationships 
Qualitative Frank, T.J., 2018 Middle school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Quantitative Tavassolie & Winser, 
2019 Grades 3-4 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Turner, 2019 Grades K-8 General Strategies of Anti-Racism Teaching Approaches  
Qualitative Schroeder, 2011 Elementary & 
secondary school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Quantitative Ford, 1992 Entire school district Discipline & Teacher-Student Relationships 
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Qualitative Presmeg, 1999 Elementary General Strategies of Anti-Racism Teaching Approaches  
Qualitative Naglieri, 2015 K-12 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Mixed Methods Williams, 2008 8-12 years old 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Mixed Methods Gray, Rule, & Gordon, 2019 Grade 5 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Nelson, 2016 Grade 8 Discipline & Teacher-Student 
Relationships 
Qualitative Wiggan & Watson, 2016 K-8 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Quantitative McCullough, 2013 Grade 8 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
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Qualitative McGee & Pearman, 2014 K-8 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Quantitative Villodas et al., 2019 Elementary school Discipline & Teacher-Student Relationships 
Qualitative de Royston & Madkins, 2019 Middle & high school 
General Strategies of Anti-
Racism Teaching Approaches  
Mixed Methods Mendez et al., 2002 Elementary & 
secondary school 
Discipline & Teacher-Student 
Relationships 
Quantitative Hilberth & Slate, 2002 Grade 6-8 Discipline & Teacher-Student 
Relationships 
Quantitative Bradshaw et al., 2018 Elementary & middle 
school 
Discipline & Teacher-Student 
Relationships 
Qualitative Okonofua & Eberhardt, 2015 Middle school 
Discipline & Teacher-Student 
Relationships 
Quantitative Walker, 2009 Grade 3 General Strategies of Anti-Racism Teaching Approaches  
Qualitative Lofton & Davis, 2015 Middle school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Quantitative Willie, 2001 Elementary & middle school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
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Qualitative Ogbu, 2003 K-12 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Shepherd, 2011 Grades 2 & 3 Discipline & Teacher-Student Relationships 
Qualitative Reid et al., 1999 Elementary school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Willis, 1995 Elementary school 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Bery, 2014 Grade 6 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Heilig et al., 2012 K-12 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
Qualitative Busey & Walker, 2017 K-5 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
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Qualitative Schaffer & Skinner, 2009 Ages 8-11 
Examination and Consideration 
of the Enthoracial Backgrounds 
of Black Students 
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